ABSTRACT
INTRODUCTION
After the publication of Phillipson's (1992) Linguistic Imperialism and Kramsch's (1993) Context and Culture in Language Teaching, there was a growing critical awareness regarding textbooks produced in the Euro-American academia. In addition, The Cultural Politics of English Language by Pennycook (2017 Pennycook ( , first published in 1994 unraveled the neo-colonial projects in ELT and emphasized the need for homegrown materials and methods which gradually gained currency in the academic community. The paradigm of 'English as an International Language' (EIL) (Sharifian 2009 ) and the resistance against 'native speakerism' (Phillipson 1992 , Rampton 1996 ) germinated a movement that encouraged the production of ELT textbooks by local experts in EFL countries. This movement ostensibly excluded British-American consultants from the panel of Textbook Writers.
In ELT research literature, a large number of western popular ELT materials were categorised as imperial or neo-imperial enterprise that repressed local culture and promoted western culture (Abbasian & Biria 2017 , Hunter 1997 , Jahan 2012 , Jahan 2005 , Kanoksilapatham 2018 , Khodadady & Shayesteh 2016 , Lekawael, Emzir & Rafli 2018 , Rashidi & Meihami 2016 , Rodríguez 2015 , Xu 2013 , Zarei & Khalessi 2011 . As a consequence of such critical intervention, the current English language textbook (introduced in 2015) titled English for Today: Classes XI-XII (Billah et al. 2015) for general education stream in Bangladesh is written and edited by local experts; thus, non-native ELT material
METHODOLOGY
The sources of primary data for this research are: (a) oral history interview (see Perks & Thomson 2003 , Pollock 2005 with the experts who were writers or editors of English textbooks for national curriculum and (b) the English language textbook for Grades XI-XII (Billah et al. 2015) which was introduced in 2015. The oral history interview yielded data about the genesis of the selected English language textbook and the process of granting critical agency to textbook writers of Bangladesh. In order to identify the impact of the critical agency on ELT material development, we carried out a qualitative content analysis (Julien 2008 ) of the selected English language textbook. Qualitative content analysis refers to a "method for systematically describing the meaning of qualitative data" (Schreier 2014) . The process of qualitative content analysis begins with deductive or inductive coding. In deductive coding, categories or themes are identified by using preconceived theoretical constructs; on the contrary, in inductive coding categories emerge from data (Fereday & Muir-Cochrane 2006 , Hsieh & Shannon 2005 . In this study, we used both deductive and inductive codes to identify the strengths and limitations of the textbook. The deductive code was 'glocal subjectivity'. By reading and re-reading the content, we detected the presence of glocal subjectivity in the textbook. As glocal subjectivity is a desired identity in the 21 st century (Mareck 2014), we described its presence as a strength of the textbook. We did not use any preconceived code to identify the limitations of the textbook; rather as an outcome of reading and re-reading the content, codes leading to themes such as pedagogic contents, aesthetic components, representation of Bangladesh, and postcolonial ambivalence evolved from the textbook.
GENEALOGY OF ENGLISH TEXTBOOKS IN BANGLADESH
There were two major phases in the history of English textbook production in Bangladesh that occurred in 1990s (Roy 2004 ). In the early 1990s there was a project titled 'Orientation of Secondary School Teachers for Teaching English in Bangladesh' (OSSTTEB). Under this project, British expert Robert Shrubsal and national expert M S Hoque developed the textbooks for Grades VI, VII, and VIII, adopting the principles of Communicative Language Teaching (CLT) approach. These textbooks were introduced in 1996 which replaced structure-based textbooks. The next phase was 'English Language Teaching Improvement Project' (ELTIP) which came into being in 1997. The project involved a baseline survey and In Figure 1 , the book map shows that the textbook followed the notional-functional syllabus (see McDonough, Shaw & Masuhara 2013 , Wilkins 1976 . At the beginning of the book, the writers catalogued skills, functions, and linguistic information. In Figure 2 , the objectives of the lesson are documented. Therefore, the book map and the statements pertaining to the purpose of the lesson provided a guideline to use the book effectively. The next figure shows the sample contents of the textbook of 2001. 
FINDINGS AND DISCUSSION

STRENGTHS OF THE ENGLISH TEXTBOOK: GLOCAL SUBJECTIVITY
Material design and glocal subjectivity has become a burgeoning issue in the 21 st century due to globalization (Vaish 2010 ) and cross-cultural communication in English language. The idea of glocal synthesizes global components with local cultures. Precisely, it refers to "locally adapting a universally embraced core idea" (Mareck 2014, p. 26) . On the other hand, subjectivity relates to identity and the way an individual perceives the world. According to Weedon (1987, p. 32) , subjectivity is the "the conscious and unconscious thoughts and emotions of the individual, her sense of herself and her ways of understanding her relation to the world". Kramsch (2013) extends the concept by asserting that subjectivity is conciliated through symbols and language. In addition, the term subjectivity is constructed discursively though images, music, or artifacts.
As an artifact (Berger 2008) , English textbook of Grades XI-XII discursively manufactures the identity of learners. As Kramsch (2013, p. 2) remarks: "It is the family, the school, the community that enable children to give meaning to their feelings, their experiences, their memories, in particular through language". The glocal subjectivity for the people of Bengal Delta was echoed by Nobel Laureate Bengali Poet Tagore. He was in favor of the glocal spirit. In Gitabitan [Garden of Songs], Tagore (1993) states that the West is open; therefore, an exchange of knowledge and culture is possible and desired. As Anisur Rahman, an eminent economist of Bangladesh remarks: "After winning the Nobel Prize in 1913 Tagore's contact with the west had a quantum jump, and he progressively shifted his attention from the question of independence of India to world cooperation and concern for humanity as a whole" (Rahman, 2011, p. 5) . Thus, Bangladesh genetically carried the seed for glocal subjectivity. In the latter part of this section, we will explore how glocal subjectivity is constructed through English language textbook of Grades XI-XII.
A new English textbook for Grade XI-XII was introduced in 2015. It is written and edited by local academics and experts. The 'preface' of the textbook mentions that communicative approach is the underlying principle of the book; however, the preface does not make any statement regarding any glocal perspective. The textbook contains 205 pages, 15 units, and 57 lessons. Table 1 shows the local and global contents in the textbook. A thematic analysis (Ryan & Bernard 2003) engendered 10 types of topics. While categorizing local contents, we examined if there is any reference to issues pertaining to Bangladesh. By contrast, the international topics are classified as global contents. 
Awareness raising Glocal
Unit Five
Lesson 4 √ Table 1 reveals that the textbook contains both global and local topics. There are 20 lessons that deal with local issues whereas 37 lessons carry global topics. In other words, there are 35.09 percent local and 64.91 percent global contents. Perhaps, the impact of globalization led to the inclusion of a large number of global lessons (see Edwards & Usher 2008 , Lee 2019 . However, the presence of 35.09 percent local topics indicates that the textbook is conscious about the postcolonial concerns in ELT material development and responds to the question posited by Pennycook (1998, p. 19 
):
The history of the ties between ELT and colonialism has produced images of the Self and Other, understandings of English and of other languages and cultures that still play a major role in how English language teaching is constructed and practised: from the native speaker/non-native speaker dichotomy to the images constructed around English as a global language and the assumptions about learners' cultures, much of ELT echoes with the cultural constructions of colonialism.
Out of the 10 themes, the following 5 themes fall under the category of Critical Applied Linguistics (Pennycook 2001) : history, awareness raising, humanity, eco-consciousness, and international relations. The theme history includes information about regionally and globally renowned political leaders and activists. Awareness raising theme addresses the issues of 'food adulteration' and 'adolescence' (see Shirkhani & Fahim 2011 , Stillar 2013 , Okazaki 2005 , for a discussion on critical consciousness in ELT). Topics that fall under the theme humanity deal with human relationship and human rights. The textbook also demonstrates an understanding of the relationship between English language teaching and ecology through the theme eco-consciousness (see Jacobs & Goatly 2000 , Pennycook 2018 , Veselinovska & Kirova 2013 . There are romantic elements (i.e. love for nature and beauty) and concerns for environmental degradation in the lessons under this theme. The lessons under the category international relations define and describe conflict and peace movement.
The theme education encompasses traffic education and the concept of higher education. There are three units (Unit Nine, Ten, and Eleven) that exclusively carry literary contents. For instance, Lesson 1 of Unit Nine begins with a translated poem (from Bangla to English) of Bengali poet Jibanananda Das. Unit Ten contains poems on dreams and a brief discussion on Freudian psychoanalysis. Unit Eleven deals with the issue of Diaspora. The theme science describes scientific achievements; aesthetics deals with the definition of beauty, music, and craftwork; and the theme entertainment deals with tours and travels in Bangladesh and abroad.
The themes of the textbook construct glocal subjectivity through discursive mechanism (Wickman & Östman 2002) , a process of constituting 'self' by language, symbols, or images. The texts of the lessons draw students into different 'social order' (Wickman & Östman 2002, p. 602) and produce local and global subjectivity or selves (see Davies & Harre 1990) . As Wickman and Östman (2002, p. 603) maintains: "Knowledge and learning are…parts of a dynamic process where relationships are construed in encounters between individuals and between individuals and the world. And in these encounters the historical, institutional, social, and individual are integrated parts". To demonstrate the discursive mechanism of constructing global and local subjectivity we would analyse the following two lessons as samples: Unit One, Lesson 1 and Unit Eight, Lesson 5.
Unit One, Lesson 1 begins with a narrative of Nelson Mandela who was an icon of peace, democracy, and emancipation for the entire world. As students read about Nelson Mandela, they would encounter a leader who devoted his life for freedom and human rights. The notions of emancipation, freedom, democracy, and global human rights enter the unconscious of the students; thus, the process of constructing a global 'sense of self' or 'subjectivity' is enacted in Unit One, Lesson 1 through discursive mechanism (see Kramsch 2013 , Kramsch 2006 .
A local subjectivity has been constructed in Lesson 5 of Unit Eight. The title of the lesson is "Kuakata: Daughter of the Sea". Two beautiful images (beach with coconut tree and sea with the sun) accompany the text. The title of the lesson and the images take students into a splendid landscape of Bangladesh which is described as 'a rare scenic spot'. The interaction of students with the text generates a complacent 'sense of self' in relation to Bangladesh. An ecstatic local subjectivity gradually evolves as students read: "Kuakata is one of the unique spots which allow a visitor to watch both the sunrise and the sunset from the beach. That perhaps makes Kuakata one of the world's most attractive beaches". The pedagogic contents or learning activities of the textbook do not correspond to the objectives and learning outcomes of the national English Curriculum of 2012 (see pp. 25-27). The Curriculum emphasizes an outcome-based education (English Curriculum, 2012, p. 26) which is ignored in the textbook. The Curriculum notes that each lesson should be preceded by an outline of knowledge, skills, and attitude with a description of cognitive, psychomotor, and affective learning outcome (English Curriculum, 2012, p. 7) . Whereas the textbook of 2001 for Grades XI-XII contained a book map illustrating the functions of each unit (see Figure 1 ) and the lessons (see Figure 2 ) are preceded by learning objectives, the textbook of 2015 does not include any book map or purpose of the lesson (see Figure 4 below). Adopting the CLT approach, the Curriculum states that "four basic language skills would be practiced in the classrooms" (English Curriculum, 2012, p. 24) . The textbook does not follow the instruction of the Curriculum as it mainly deals with reading and writing skills. However, the activity for writing skills has been designed but disregarding the theories of teaching writing. In every instance, writing tasks appear as a follow-up activity of reading texts. In this context, Hyland (2003 , p. 404 in Mishan & Timmis 2015 remarks: "Teaching writing skills can never simply involve giving students a topic and asking them to write about it". A writing activity should accompany pre-task (Dix 2016 , Shintani, Aubrey & Donnellan 2016 , language scaffolding (i.e. language examples and exercise), model texts, references (i.e. rhetorical, grammatical, or stylistic information), and stimulus for thinking (Hyland 2003, p. 86) .
There is no listening activity in the textbook. Sporadically, there are some speaking activities which are not designed based on the research findings or insights of Applied Linguistics (e.g., psycholinguistics and ELT material development). For instance, in Lesson 2 of Unit Two, Question 7 is framed to teach speaking skills: "Paradoxically, the poor infrastructure is one of the reasons why the city is growing so fast." Do you agree? Form two groups to debate this proposition. There is no pre-task phase for this activity. Timmis (2016, p. 86) holds: "Learners may at this stage be presented with essential vocabulary, phrases or grammar for the activity" which may reduce processing load. Thus, the activity design of the textbook does not take scientific literature on material development (Bao 2016) into consideration.
There are 21 literary texts in 19 lessons. Literature includes poems, lyric, short stories, and travel writings. In particular, around 33.33 percent of the lessons contain literary texts. The presence of literary text is synchronous with the guideline of the National English Curriculum: "Literary pieces e.g. short stories, short plays, poems, and other authentic texts should be used for enjoyment, appreciation, creative and critical thinking, and language learning" (English Curriculum 2012, p. 35). However, the activities designed based on the literacy pieces lack variation and stimulus for language learning; thus, these tasks and activities are left inadequately designed/exploited for language learning purposes. Most of the literary texts are followed by comprehension questions, word-meaning exercises, or typical literary questions derived from the theory of liberal humanism (Barry 2002 , Habib 2011 or practical criticism (Richards 1930) . For example, Lesson 3 in Unit Two carries the following question: The poem has three stanzas. What is the rhyme scheme of the stanzas? What are the advantages of using rhyme in a poem? On the other hand, Lesson 3 (a short story titled "Photograph" in Unit Four asks: The girl in the photograph is described as 'full of freedom and movement.' What particular aspect of her character or personality does the phrase highlight?
The branch of Teaching Language through Literature in ELT discipline favours diversity in activity design from literary texts (see Arthur 1968 , Falvey & Kennedy 1997 , Keshavarzi 2012 , Simpson 1997 . By way of example, there can be grammar activity in context, cloze test, tasks on discourse, activity to teach cohesion and coherence, tasks to build inference skills, stylistic analysis, dialogue writing activity based on short excerpts of drama, or writing short story from a given context and model. The activities from literature-based lessons look unvaried and less explored. In other words, the literary texts remain pedagogically and linguistically underutilized.
AESTHETIC COMPONENTS
We consider the following as aesthetic ingredients of the textbook: (i) paper quality, (ii) cover design, (iii) illustrations, (iv) images, and (v) use of colour. The textbook uses low quality paper (see Aziz & Zillur, 2016; Billah, 2016 , for a discussion on the physical quality of textbooks produced by National Curriculum & Textbook Board (NCTB) of Bangladesh); the cover is unattractive; illustrations are shoddy; images are blurry; and the texts, illustrations, and images are black and white. The aesthetic quality of the textbook contradicts the guidelines of the English Curriculum which states that "the textbooks should be attractive and colourful. Illustrations (charts, maps, photos, drawings, diagrams etc.) should be relevant to the contexts/topics" (English Curriculum, p. 34). Below are some instances of poor quality images ( Figure 5, Figure 6 ) and illustrations ( Figure 7, Figure 8 ). The representation of Bangladesh appears to be negative in the textbook. In most of the lessons (that deal with local issues), negative characteristics of Bangladesh have been portrayed. In particular, Bangladesh is depicted as a country with the following problems: traffic irregularities, food adulteration, drug abuse, child labour, child marriage, poverty, and pollution. As an illustration, Lesson 2 of Unit Two begins with the following paragraph:
I am in a tiny steel cage attached to a motorcycle, stuttering through traffic in Dhaka, Bangladesh. In the last ten minutes, we have moved forward maybe three feet, inch by inch, the driver wrenching the wheel left and right, wriggling deeper into the wedge between a delivery truck and a rickshaw in front of us.
Any kind of representation is political because depiction regulates "the way people think about their own identities, their world, and their place in it" (Ghosh 2016, p. 1) . Therefore, the dismal representation of Bangladesh in the textbook might forge pessimist (Dienstag 2015) and hopeless (Mundale 2004 ) subjectivity.
POSTCOLONIAL AMBIVALENCE
Though the textbook includes local topics along with global issues, the local contents exhibit an Orientalist perspective. Orientalism holds that West is superior to East (Said, 1978, p. 7) . In the textbook, the depiction of global and Western issues is sanguine; on the contrary, the portrayal of local themes is anaemic (as discussed in the previous section). Besides, in the selection of literary texts, the textbook exclusively prioritised British-American literature. While representing global and local substance, the textbook suffered from postcolonial ambivalence which refers to
The complex mix of attraction and repulsion that characterizes the relationship between colonizer and colonized. The relationship is ambivalent because the colonized subject is never simply and completely opposed to the colonizer. Rather than assuming that some colonized subjects are 'complicit' and some 'resistant', ambivalence suggests that complicity and resistance exist in a fluctuating relation within the colonial subject . (Ashcroft, Griffiths, & Tiffin 1998, pp. 12-13) The following images in Figure 9 exhibit the Orientalist feature of the textbook. To be specific, in Lesson 2 of Unit Five, only negative aspects of adolescence in Bangladesh (child marriage, drug abuse, health problems) have been depicted despite the success of Bangladesh in minimising such problems (see Millennium Development Goals, 2013) . Figure 10 and Figure 11 contain Orientalist narrative (taken from Lesson 1 of Unit Fifteen). In this lesson, the European narrator represents herself as the object peit a (Lacan 1977 , see also Evans 1996 , pp. 128-129, Kirshner 2005 ) that is, a superior Subject. It is not clear why an Orientalist narrative of 1972 (see Figure 10 and Figure 11 ) has been selected for the textbook introduced in 2015. Perhaps, the term postcolonial ambivalence explains the cause of such inclusion. 
CONCLUSION
The analysis demonstrates that non-native local ELT material writers with critical agency (Baez, 2000) successfully resisted imperial culture (Said, 1993) by selecting glocal topics for the textbook. The textbook creates and encourages glocal subjectivity by incorporating both local and global contents. This approach is concomitant with the English Curriculum (p. 24) of 2012 which states: "Learning English for communicative purposes…will help prepare the country's future generation for the competitive globalized world of the 21 st century". Although the positive role of critical agency of the textbook writers is apparent in the glocal contents, the textbook contains some limitations. For instance, an indifference of the textbook writers towards research insights of Applied Linguistics (e.g. ELT material development) leads to the construction of pedagogically inefficacious lessons and language learning tasks. In particular, lesson objectives and learning outcomes are not clearly articulated in the textbook; there is an absence of pre-writing activities and there is a lack of variation in the activities on literary texts. Besides, the aesthetic aspect of the textbook is poor. Furthermore, with the local contents, Orientalism, pessimism, and hopelessness creep into the textbook.
In order to improve the quality of the textbook, the following measures need to be taken. Firstly, the textbook should clearly register learning outcomes and objectives at the beginning of each lesson. In addition, there should be a congruity between the activities and lesson objectives. Secondly, the aesthetic features of the textbook require refinement. High resolution multi-coloured images and illustrations should be used in the print version of the textbook. Also, the textbook is recommended to be printed on high quality paper. Lastly, while selecting local materials, it is essential to be watchful regarding Orientalism, misrepresentation, and pessimism.
